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Many factors influence preschool children's expectations for parental discipline. 
Parent characteristics such as personality, values, social class, and disciplinary methods 
can affect the expectations children have for parental discipline. Children's ability to 
understand and interpret parental messages can also influence how they will respond. All 
of these factors need to be taken into consideration in order for effective communication 
between parents and children to occur. 
In this study, preschool children's expectations for parental discipline were 
examined by using puppets to reenact three different types of disciplinary situations: 
prudent, moral, and social-conventional. Children, acting as their mother, used puppets 
to role play six disciplinary puppet vignettes. Their responses to each vignette were then 
categorized. Mothers' views on child-rearing issues were also garnered by their 
responses to the Parental Authori ty Questionnaire. Forty children (20 males, 20 females), 
ranging in age from 4-l to 66 months. along with their mothers ili = 40). 
ii 
participated in the study. The children were currently attending the Child Development 
Laboratory at Utah State University. 
iii 
An analysis of variance test (child's gender [2) x child 's response to puppet 
vignette [3 or 4)) for each maternal PAQ subscale (permissive, authoritarian, 
authoritative) for each puppet vignette was performed (three subscale scores x six puppet 
vignettes). A statistically significant relationship between mothers' scores on the 
authoritative subscale and children's responses to the lighting matches vignette was 
revealed. The second statistically significant difference emerged between PAQ scores for 
mothers of boys and mothers of girls on the authoritarian sub scale for the bedtime 
vignette. The adjusted mean score was significantly higher for mothers of boys than for 
mothers of girls. Finally, a chi-square analysis was computed comparing children's 
responses to prudent, moral, and social-conventional vignettes. A statistically significant 
relationship emerged between children's responses to the prudent, moral , and social-
conventional puppet vignettes. Correctional responses were used most frequently for the 
prudent and moral vignettes, and positive responses were used most frequently for the 
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CHAPTER I 
INTRODUCTION 
Parents act as the fLTst socialization agents of children. "The process 
whereby the child becomes a social being is perhaps the most comprehensive short 
definition of what we mean by socialization" (Grusec & Lytton , 1988, p . 161). In 
early childhood, the child learns behaviors and patterns as family members interact 
in the home (Bussey & Bandura, 1984). Children are socialized at a young age to 
function in their environment (Lin & Fu, 1990) , and it is parental figures who play 
an important role in helping children develop socially (Honig & Wittmer, 1991) . 
The mother usually acts as the primary caregiver as well as the primary 
socialization agent of young children (Grusec & Lytton, 1988). As the primary 
caregiver, the mother establishes a nurturing environment for the child by attending 
to the child's needs and being physically available for the child (Wu , 1985) . 
Maternal responsiveness, warmth , and involvement are important factors in 
fulfilling a child's needs. "In order for children to· feel competent about their 
abilities, they need warm and nurturing environments" (Richman & Rescorla, 1995, 
p. 210). Responsiveness influences the development of competence, warmth 
facilitates social and cognitive development , and maternal involvement is correlated 
with child competence (Silbur , 1989). Moreover , "a more positive mother 
personality is associated with a more positive child temperament" (Mednick, 
Hocevar, Schulsinger , & Baker , 1996, p. 409). 
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One of the ways parents socialize their children is through child-rearing 
practices. Parental discipline occurs in the on-going relationship between parent 
and child. Each reacts to the inunediate behavior of the other, as well as to the 
expectations determined by past experience (Chapman & Zahn-Waxler , 1982). 
Although little research has been conducted on children's expectations of parental 
discipline , previous research has indicated that , with age , children assign greater 
priority to the moral components of situations and lower priority to other conflicting 
concerns (Smetana, Schlagman, & Adams, 1993) . The manner in which children 
perceive the parental message is very important. Each child develops a unique 
temperament, which influences the way the parental message is perceived 
(Kochanska, 1994). In order to be understood accurately and accepted , "a parental 
message may have to be quite different in its content and arousal value when 
directed to a child " with certain temperamental traits (Kochanska, 1994, p. 21) . 
For example, a reactive child will respond differently to a parental message than 
will a self-confident child. Impulsive children may require parental messages with 
specific characteristics in order to be able to process accurately and accept them 
(Kochanska, 1994). 
The purpose of this study was to examine preschool children 's expectations 
of maternal discipline , and then to determine if the parenting style used by mothers 
was related to their children 's expec tations. Disc ipline was defined as teaching 
children sociali zation rules, and expec tations are one 's views or opinions on a 
matter (Honig & Wittmer, 1991). In many families with young children, mothers 
have more contact with their children than fathers; consequently, they act as the 
main socializing agent for their children (Grusec & Lytton, 1988). Therefore, for 
this study, mothers were used as the parental disciplinary figure . 
The conceptual framework of this study is based upon symbolic interaction 
theory . One of the first individuals given credit for viewing the family from a 
symbolic interactionist perspective is Ernest W. Burgess (LaRossa & Reitzes, 
1993). He saw the family as a unity of interaction. According to Burgess, "the 
actual unity of family life has its existence not in any legal conception, nor in any 
formal contract, but in the interaction of its members" (LaRossa & Reitzes, 1993, 
p. 141). 
Symbolic interaction theory is appropriate for examining parent-child 
interactions because it focuses on key components of communication. With a focus 
on communication and interactions with others, this perspective is useful because it 
considers how parents and children express their thoughts and ideas . Because 
parents and children define and interpret each others ' actions differently , conveying 
their ideas is extremely important in order to reduce misunderstandings (LaRossa & 
Reitzes, 1993) . Parents and children need to understand the messages sent to each 
other. To help family members communicate, a variety of communication skills can 
be utilized as messages are sent using symbols , through language, and by 
movement . With effective communication skill s, the family learns to interact in a 
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way that enhances the development of its members as well as contributes to child-
rearing practices (Vuchinich, Vuchinich, & Coughlin, 1992). Symbolic interaction 
theory is effective when talking about child-rearing practices and specifically for 
this study, which examines the maternal responses of child-rearing practices and 
children's perceptions of guidance and discipline . 
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CHAPTER II 
REVIEW OF LITERATURE 
This review of literature will first address research on parenting. Next, 
studies focusing on child-rearing practices are reviewed, followed by research on 
children's expectations for parental discipline . 
Parenting Practices 
The majority of literature on parenting styles focuses on studies of young 
children (Dornbusch, Ritter , Leide.rman, Roberts , & Fraleigh, 1987) . "Parenting is 
no longer the simple giving of positive feedback through caretaking and play 
behaviors but calls for real management of the ch ild" (Fagot & Kavanagh, 1993, p. 
269). Parents are responsible for managing their children early by setting examples 
of proper behavior and restricting examples of undes irable behavior (Ho, 1986). 
"The role of parents as regulators of behavior is one of the major functions of 
parenting along with that of providers of knowledge and emotional support" 
(Rodrigo & Triana, 1996, p. 59). It has been suggested that parental anitudes and 
values will influence the type of examples parents set , and are related to actual 
parenting behaviors (McNally , Eisenberg, & Harris , 1991). 
Because parental attitudes appear to be related to parenting behaviors, an 
understanding of cons istency and change in parental attitudes is usefu l (Kochanska, 
Kuczynsk i, & Radke-Yarrow, 1989). The child 's age, gender, or attachment 
5 
classification may also affect parental attitudes (Fagot & Kavanagh, 1993). For 
instance, Fagot and Kavanagh (1993) have shown that parents are more likely to 
give verbal directions to older children. Moreover, mothers give more positive 
responses to boys engaged in prosocial behavior compared to girls , and they give 
more directions to girls attempting to communicate than to boys. 
Research further suggests that parents of securely attached children will act 
differently than parents of insecurely attached children (Fagot & Kavanagh, 1993). 
Effective parenting involves sensitivity to the child's emotional well-being and 
requires parents to be flexible in their disciplinary reactions and mothers appear to 
be the most flexible in their disciplinary techniques (Grusec & Goodnow, 1994). 
Moreover, the resources of parents , characteristics of the child, and sources of 
stress and support also influence and affect the quality of effective parenting 
(Grusec & Lytton, 1988). For example, if a mother is stressed , her young children 
are at higher risk for developing emotional and behavioral problems (LaFreniere & 
Dumas , 1995). 
The quality of the marital relationship has been found to influence parental 
involvement with the child. Emotional support and warmth given by the father 
helps the mother adapt to pregnancy and mother-child contact (Belsky, 1981). 
Parents' personal characteristics , va lues , and social class also have been shown to 
have an impact on parenting skill s and the child-rearing practices used by parents 
(Grusec & Lytton, 1988). Paren ts' personal characteristics. apparem before the 
arrival of their children, such as conservatism versus authoritarianism, affect 
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parenting practices (Grusec & Lytton, 1988). Parental belief systems affect the 
relationship with their children based on what parents think is right or wrong as 
well as their attributions for their children ' s behavior (Grusec & Lytton, 1988). In 
addition, many variables associated with social class such as housing , material 
resources, and education have an impact on parenting and child-rearing practices. 
Parenting sensitivity can impact different types of parenting skills (Seifer & 
Schiller, 1995). For instance, parental warmth and a nurturing home environment 
contribute to a child's self-perception and ability to feel competent (Richman & 
Rescorla , 1995). 
The Influences of Child-Rearing Practices on Children 
Research indicates there is a need to understand the consistency of child-
rearing practices between parents (Lin & Fu, 1990). Parental child-rearing beliefs 
"have two related functions, the interpretive and the pragmatic function" (Rodrigo 
& Triana, 1996, p. 56) . Parents are able to make child-rearing episodes consistent 
according to their beliefs (Rodrigo & Triana, 1996). "Parental discipline 
effectiveness is strongly influenced by the particular method used" such as 
reasoning versus power assertion (Grusec & Goodnow, 1994, p. 4) . Parental 
behavior is seen as a response to the developmental change in the child and parents 
will typically use a combination of child-rearing practices and will vary the method 
according to the situation (Roberts , Block, & Block, 1984). 
Some researchers have shown that parental child-rearing practices change as 
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children mature (McNally et al., 1991). There are two types of change apparent in 
parental practices , change in elevation and in consistency (McNally et al., 1991). 
In other words , child-rearing approaches appear to be consistent for preschool 
children and adolescents but the form is different. While parents may send a 
preschool child to time-out, parents tend to withhold privileges and use more 
reasoning as children become older (McNally et al. , 1991). Furthermore , Maccoby 
(1980) has shown that as children grow, parents use more verbal forms of discipline 
such as reasoning , controlling privileges, showing less physical affection, and 
spending less time with their children. 
One form of verbal interaction between children and parents, family talk, 
was the focus of an article on parent-child relationships and conversations between 
family members (Vuchinich et al., 1992). Daily interactions with siblings, parents, 
peers, and others impact a child's development. "Of these, interactions between 
parents and children are usually the most frequent over time and ha ve the most 
impact on the child 's development" (Vuchinich et al. , 1992, p. 69). Family talk is 
an important part of the daily routines in which fami ly members participate. As 
members of the family converse, they reveal their relationships. "When adults 
respond to a child in affectionate, kind, empathetic ways , the child learns how to be 
a communicative partner who knows how to take turns, listen, negotiate, and help 
others" (Wittmer & Honig , 1994, p. 11). 
Considering di,·erse forms of communication in a parent-child relationship 
o ther than cogniti ve or verbal exchanges may be helpful (Kochanska, 1994). 
"Several researchers have found the importance of early social referencing, during 
which mothers and young children negotiate affective meanings of conduct" 
(Kochanska, 1994, p. 21). Barret and Campos (1987) have suggested that social 
referencing adds social significance to events, and Emde, Biringen, Clyman, and 
Oppenheim (1991) further added that early social referencing helps establish first 
prohibitions, "a process referred to as internalization under watchful eyes of the 
caregiver" (Emde et al., 1991 , p. 261). Children 's past histories establish 
expectations about their behavior, which will influence mothers' reactions to these 
children (Grusec & Lytton , 1988). In the parent-child relationship , each partner 
continually influences the behavior of the other (Grusec & Lytton, 1988). 
To help categorize parental discipline, Baurnrind (1971) described parenting 
styles based upon the two dimensions of demandingness and responsiveness 
(Smetana, 1995). Different combinations of these two dimensions yield four 
parenting styles: authoritative, authoritarian , permissive, and rejecting-neglecting 
(Smetana, 1995). 
Authoritarian parents are demanding but not responsive; they have 
characteristics that attempt to shape, control, and evaluate the behavior and attitudes 
of their children in compliance with a set of standards. In this type of approach, 
parents emphasize obedience , respect for authority , order , and discourage verbal 
give and take between themselves and their children (Dornbusch et al., 1987). 
AuthoritatiYe parents are both responsive and demanding , expect mature 
behavior of the child. es tab lish firm controls on the behavior of their chi ld , and set 
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clear standards. Firm enforcement of rules, using commands when necessary, 
encouragement of the child's independence, open communication between family 
members, and recognition of the rights of both parents and children are other 
elements of the authoritative parenting style (Dornbusch et al., 1987). 
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In the permissive parenting style, parents are responsive but not demanding, 
and they are tolerant and accepting towards the child's impulses (Dornbusch et al., 
1987). Permissive parents use as little punishment as possible, employ very little 
discipline, make few requests for mature behavior, and allow the child to control his 
or her own behavior (Dornbusch et al., 1987). 
In contrast, rejecting-neglecting parents are disengaged and neither 
demanding nor responsive (Smetana, 1995). Neglectful parents pay little attention 
to their children and fail to attend to parental responsibilities (Grusec & Goodnow, 
1994). 
Several studies have examined the type of parenting style used in 
relationship to child outcomes. Authoritarian environments, compared to 
authoritative ones, may be associated with children's maladjustment (Baumrind, 
1971). Baumrind and Black's (1967) study of preschool children found that 
preschool-age children with authoritarian parents tended to have lower levels of 
independence and social responsibility. 
Authoritative parents are more likely to use positive incentives and less 
likely to respond negative ly to their children, which may establish social 
responsibility and independence in preschool-age children (Dornbusch et al., 1987). 
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Preschool children with permissive parents have been shown to be immature, to 
lack self-reliance , social responsibility, and independence, and are low in both 
cognitive and social competence (Dornbusch et al., 1987). Children with rejecting-
neglecting parents may reject parents as role models, may have high levels of 
externalizing problem behavior (drug use) , exhibit antisocial behavior, and lack 
self-regulation, social responsibility, and cognitive competence (Baurnrind, 1991). 
The same two dimensions , demandingness and responsiveness, were used as 
parental characteristics to determine how adolescents of authoritarian parents would 
respond (Smetana, 1995). These adolescents demonstrated immature behavior, had 
lower ego development and low externalizing problem behavior such as perceiving 
drug use as a problem, and did poorly on standardized tests (Baumrind, 1991). 
Adolescents raised in authoritative homes have shown social and cognitive 
competence and demonstrate higher ego development compared to adolescents from 
authoritarian homes (Baumrind, 1991). 
Children's Perceptions of and Expectations for Discipline Practices 
Preschool children focus their expectations of discipline on the value of an 
action (Marshall, 1989). They see themselves as being either good or bad, but they 
do not see themselves as being both at the same time (Marshall, 1989). The child 
may unders tand a parental message, but that does not mean the child will be able to 
behave consistently wi th the parental rule (Kochanska, 1994). Children need to 
perceive the message parents intend and then be wi lling to accept the message and 
12 
allow it to direct their behavior (Grusec & Goodnow, 1994). In order for a child to 
accurately perceive and internalize a parental message, he or she must understand 
the message, be motivated to comply with the message , and feel the message has 
been self-generated (Grusec & Goodnow, 1994). The child 's ability to take the 
perspective of another, the child's interpretation of the parent's actions, and the 
kind and intensity of affect aroused in the child play an important part in a child's 
perception of discipline (Grusec & Goodnow, 1994). 
Literature on children's conceptions of authority has shown that children are 
capable of evaluating commands from an authority figure on the basis of knowledge 
and experience (Killen, Breton, Ferguson, & Handler, 1994). To measure 
children 's conceptions of authority, Killen et al. (1994) divided 76 preschool 
children into three groups according to age. Each ch ild was interviewed using four 
stories: two moral and two social-conventional. The stories were actual incidents 
recorded at preschools in years prior to the study . The children were interviewed at 
school in two sessions (two stories per session), one week apart. A short 
description of each transgression was read to the child and a picture depicting the 
act was shown. The interviewer asked the child to verbally evaluate the act. Both 
boys and girls were represented in the stories. The gender of instigator varied 
across stories and the instigator had a neutral facial expression while the recipient 
had a sad facial expression. Children in all age groups chose punishment for 
teacher responses to misbehavior. Results showed significant age effects with moral 
justifications (refusing to share toys) increasing with age and soc ial-conventional 
13 
justifications (standing rather than sitting at juice time) decreasing with age (Killen 
et al., 1994). In addition, preschool children were able to evaluate the methods of 
teacher intervention and distinguish between moral and social-conventional 
transgressions. Moreover, they wanted teachers to explain what makes the acts 
wrong in terms of the consequences of the acts (Killen et al., 1994). 
Children have also been found to become more relativistic about social-
conventional misbehavior with age and it has been hypothesized that preschool 
children will discriminate between familiar moral and social -conventional 
transgressions in their judgments (Smetana, 1985) . "They judge moral 
transgressions to be wrong even in the absence of rules, and wrong independent of 
authority dictates" (Smetana, 1985, p. 18). In comparison, children "judge social-
conventional transgressions to be contingent on the presence of rules and 
subordinate to authority dictates" (Smetana, 1985 , p. 18). Children judge moral 
transgress ions to be wrong even if no rules exist and they base their judgment of 
moral transgressions on the welfare of others (Grusec & Goodnow, 1994) . 
In comparison to moral transgressions , children judge social-conventional 
rules depending on the context , maintenance of rules , and social order, and these 
rules can be changed (Smetana, 1985) . In Smetana 's 1985 study, subjects were 
assigned randomly to one of seven conditions: word-evaluation, moral and 
conventional conditions, three conditions that var ied attributes associated with the 
moral domain, and two stimulus stories presented in each condition. Each story had 
a picrure showing the ch ild "before" and "after" the transgressions and no 
information on the nature of the act was shown in the pictures other than the 
appropriate response for that particular situation. 
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Children in moral conditions judged events differently than children in 
conventional conditions (Smetana, 1985). Children in moral conditions (stealing 
and teasing) judged acts as less permissible and more serious in context than 
children in conventional transgressions (talking during naptime and getting out of 
one's seat during snack). The children reasoned that social-conventional acts were 
wrong because they caused disorder , and moral transgressions were wrong because 
they affected the welfare of others (Smetana, 1985). Studies have shown that as 
children get older, they use a broad range of criteria to evaluate moral 
transgress ions (moral rules are not just a matter of group consensus) and social-
conventional transgressions (Killen et a!. , 1994) . 
Other studies have also indicated that children draw boundaries to parental 
authority and distinguish between classes of transgressions (Catron & Masters , 
1993). In Catron and Masters ' (1993) study , children and their mothers heard 
vignettes portraying prudential, soc ial-conventional , and moral transgressions. 
First children decided whether the violation depended upon the presence of an 
existing rule (rule contingency) and whether the violation was situation specific 
(rule relativity), and judged whether the child should be punished for the described 
behavior. Each child was interviewed alone for 15-20 minutes. The children were 
asked to use a four-po int mora l judgment scale to rate the seriousness of the target 
child 's transgression and a four-po int severity scale to indicate how hard the target 
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child 's mother should spank. The scale used pictures of four faces with 
progressively larger frowns , labeled as "OK," "a little bit bad," "very bad," and 
"very, very bad." Subjects were then asked to determine if the child 's misbehavior 
deserved punishment by judging if the transgression deserved "none," "some," or 
"a lot" of punishment. A severity scale was used with a large zero for "no 
spanking" and progressively larger paddles , labeled as "light spanking," "medium 
spanking , " and "hard spanking. " 
Younger children viewed misbehavior to be more deserving of punishment 
than did older children and mothers, but younger children's judgments did not differ 
by the type of transgression (Catron & Masters, 1993). Preschool children viewed 
spankings as appropriate and felt the spankings should be severe for any of the 
transgressions and by any discipline agent . It was hypothesized that younger 
children's failure ro differentiate between the types of rules for specific actions may 
be related to their current socialization experiences, which probably include more 
punishment for all transgressions. 
Tisak (1986) found that older children considered the content of the act when 
evaluating social events pertaining to parental authority . Children's evaluations 
pertaining to stealing were based on understanding how the act affects others. 
"Children stated that parents should be told of the rule violation because one should 
be punished for the transgress ion since the stealing concerns the well-being of 
others" (Tisak , 1986. p. 175). The judgments children gave of the authority 
dimensions we re based on their understand ing of the rules. Six- to 11-year-old 
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subjects were interviewed individually and listened to a set of stories and questions 
concerning three family rules: stealing, group disruption , and friendship choice. 
The questions and stories used in the interview were designed to estimate the extent 
of authority used in children's judgments and to draw conclusions regarding the 
three social rules (Tisak, 1986). The results of the study showed that children 
established boundaries to parental authority and in "evaluating social events 
pertaining to parental authority , children consider the content of the act" (Tisak, 
1986, p . 173). 
Summary 
In traditional American families, the child's first nurturing relationship is 
usually with the mother (Howes & Hamilton, 1992). A mother socializes her child 
in part through the child-rearing practices employed. Daily mother-child interaction 
gives children the opportunity to observe the ways their mother demonstrates child-
rearing practices (Howes & Hamilton, 1992). Previous research on parenting 
practices has shown that parents typically assume responsibility for managing their 
children , parental attitudes influence actual parenting techniques, and parent-child 
interactions have an impact on the child's development (Kochanska, 1994). 
Children 's expectations of parenting practices will be examined in this study to 
determine whether child-rearing practices influence the response a child gives to a 
disc ip linary si tuation. Research further indicates that younger chi ldren are capable 
of understanding and evaluating parental authority (Ki llen et. al. , 1994). Children's 
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perceptions of and expectations for discipline will also be examined to see if 
children 's responses to prudent, moral, and social-conventional disciplinary 
situations are different. However, little research has been conducted on children's 
expectations of maternal disc ipline. Furthermore, no research has examined 
whether boys and girls have different perceptions of or expectations for maternal 
discipline. This study will investigate five research questions. Are there 
differences between boys' and girls ' expectations for maternal child-rearing 
practices? Are there differences among the types of maternal child-rearing 
expectations a child has for the discipline situation presented in each of six puppet 
vignettes? Are there differences between the child-rearing practices scores reported 
by mothers of boys and mothers of girls? Are there differences among children's 
responses to prudent, moral , and social-conventional puppet vignettes? Are there 
interactions between children's responses to puppet vignettes and gender of the 





This study examined the relationship between maternal parenting styles and 
preschool children ' s expectations of maternal discipline. A convenience sample for this 
study was drawn from a population of 100 eligible preschool-aged children enrolled in 
tbe Adele and Dale Young Child Development Laboratory at Utah State University 
during spring and summer quarters, 1996. Eligibility was detennined by age of 
preschool child, English fluency as reported by the teacher, and parents who were 
currently married. 
The participants consisted of 20 girls and 20 boys ranging from 44-66 months 
of age and their mothers, with a mean age of 54 months for females and 52 months for 
males. The age of the 40 participating mothers ranged from 24-44 years with a mean 
age of 31.78 years. At the time of the children's data collection, all mothers met 
eligibility requirements. However, two mothers subsequently divorced, leaving 38 
mothers married. Five mothers had a high school education (12.5%), 12 bad partial 
college education (30%), 15 had bachelor's degrees from a university (37.5%), 5 had 
master's degrees ( 12.5%), and 3 had doctoral degrees (7.5%) (See table I) English 
was the primary language in 92.5% of the homes. In the other 7.5% of the homes, 
English, although a second language, was spoken fluently. 
Table I 










Using Hollingshead 's ( 1975) Four Factor Index of Social Status, a numerical 
score was computed for each family ' s social status (See table 2). The majority of the 
participants fell into the medium business and technical category (45%), followed by 
major business and professionals (37.5%) Overall, the participating mothers were 
well-educated professional individuals. 
Table 2 
Hollingshead 's Social Status Scores 
Social strata 
Major business and professional 
Medium business and technical 
Skilled craftsmen, clerical and sales workers 
Machine operators and semiskilled workers 









Before any children were se lected to participate in the study, parents were 
sent a letter describing the study (Appendix A) and a permission slip (Appendix B) 
to be signed giving consent to have their child participate. To maintain 
confidentiality of the children and records, code numbers were assigned to the 
responses on all six puppet scenarios as well as their mother's scores on the 
Parental Authority Questionnaire. The procedures then followed a two-step 
sequence. Children were interviewed by a female interviewer in their preschool 
setting using the puppet measure described below. Following that procedure, the 
interviewer sent a copy of the Parental Authority Questionnaire (Buri , 1991) to each 
mother as described below. 
One hundred letters explaining the study were sent to all mothers of children 
attending Adele and Dale Young Child Development Laboratory's morning and 
afternoon classes during two quarters (Appendix A). Mothers responded by filling 
out a consent fonn stating whether or not they wished to participate in the study 
(Appendix B) . Within 2 weeks after the children were interviewed, mothers 
received the Parental Authority Questionnaire (Buri, 1991), along with a self-
addressed stamped envelope from the interviewer (Appendix C). Follow-up phone 
calls were made to mothers approximately 2 weeks after they received the 
questionnaire as a reminder to fill it out and return it to the investigator. Once a 




Pilot Testing of Puppet Vignettes 
The six puppet vignettes were presented to approximately 10 preschool 
children during pilot testing, Winter Quarter 1996, to determine what kinds of 
responses would be given. The possible responses were coded for accuracy by two 
judges and then divided into categories. Six categorical responses were established: 
positive conunands, correctional commands, explanations/questions, removal of 
objects, removal of child/consequence, and physical punishment. Some of the 
children were uncomfortable with either the interviewer or the physical 
surroundings a nd did not respond to the vignettes; therefore , the interviewer spent 
time in each preschool classroom to help the children become acquainted with her. 
The children were also able to explore their environment before the testing began . 
After pilot testing , a few words were added to the vignettes for clarification 
purposes. 
Children 
Preschool children's expectations were the dependent variables of interest 
for the investigation and were measured by the words and actions the children used 
in six puppet vignettes. The puppet vignettes we re se lected after extensive pilot 
testing with a group of children similar in all respects to those children who 
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participated in the study. 
Data Col lection 
The researcher interviewed all of the chi ldren in this study. Puppets were 
used with each child in a 10-minute interview to determine the child 's expectations 
for their mother 's type of discipline. The children had a variety of puppets to 
choose from: three mother puppets, three girl puppets, and three boy puppets. All 
of the puppets had different hair and skin color. The interviewer wore a "child" 
puppet that the child had chosen and related six stories that required the mother to 
discipline the chi ld . The child put on the "mother" puppet, also chosen by the 
child, and acted out how s/he would discipline the child if s/he were acting as the 
mother. After listening to each individual puppet vignette, the child was asked what 
s/he would say or do to the child represented in each situation if the child was the 
mother. 
Role pl aying with puppets is an appropriate measurement technique to use 
with young children because it is an easy way for them to express their feelings. 
"Children who act out different stories become aware of how the characters feel. 
Switching roles gives children a different perspective on the feelings and motives of 
each character " (Wittmer & Honig , 1994, p. 7). Us ing puppets allows children to 
use both verbal and nonverbal cues. This paradigm of role playing with puppets to 
measure preschool children's expectations of parental discip line was developed for 
this study. lnterrater reliabi lity and test-retest reliability were established 
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throughout the experimental portion of this study. 
The six puppet vignettes fell into three categories: prudent transgressions, 
moral transgressions , and social-conventional transgressions. Running across the 
street and lighting matches represented prudent transgressions. Moral 
transgressions consisted of hitting a friend and stealing money. Eating dinner with 
fingers and staying up past bedtime were the two vignettes for social-conventional 
transgressions (Appendix D). 
The interview with each child was videotaped for later coding of words and 
disciplinary actions used with the puppets. The interviewer, as well as an additional 
trained judge, coded the children on videotape to establish interrater reliability. 
Each judge watched the videotape and recorded exactly how the children responded 
to each puppet scenario. The children 's responses on all six puppet scenarios were 
coded by two judges. All of the responses were coded essentially word for word, 
and the content was the same for both judges, with the exception of one judge 
adding a few more detail words on 5 out of the 50 puppet scenarios (Appendix E). 
The judge read through each puppet scenario as well as the Parental Authority 
Questionnaire (Buri, 1991) in order to become familiar with each measure. 
Following transcription of the responses, two judges coded each child's 
response by giving each response a number to represent one of the six puppet 
responses. Out of the 240 responses given by the children on the six puppet 
scenarios, the two judges agreed on 238 (99%) of the responses. The two judges 
discussed their differences on these two puppet responses until an agreement was 
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made for the most appropriate category for each response. 
Mothers 
Parental discipline practices, measured by the Parental Authority 
Questionnaire (Buri , 1991) , was the independent variable . The Parental Authority 
Questionnaire consists of 30 questions asking mothers to rate a number of parenting 
statements on a 5-point scale ranging from strongly agree (1) to strongly disagree 
(5). The PAQ (Buri, 1991) was developed to measure Baurnrind's (1971) 
pennissive, authoritative , and authoritarian parental authority prototypes. 
Baurnrind 's (1971) measurement of these three parental prototypes has been based 
on interviews with children and their parents as well as observations of parent-child 
interaction (Buri , 1991) . The PAQ (Buri, 1991) yields three subscores for each 
mother: one based on responses to the 10 permissive questions (theoretical range 
10-50) , one for responses to the 10 authoritarian questions (theoretical range 10-
50), and one for responses to the 10 authoritative questions (theoretical range 10-
50). The highest subscale score can be used to represent the type of parental 
discipline a mother reports using most. However, for purposes of this srudy, 
mothers were not categorized; instead scores on all three subscales were employed 
in the analyses. 
Dornbusch et al. (1987) reported several advantages to the PAQ for family 
researchers, such as low cost in terms of time required for collecting data , high 
avail abi li ty fo r participating subjects, and the poss ibility to standardi ze the 
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measurement tool. Several studies have supported the PAQ (Buri , 1991) as a valid 
measure of Baumrind 's parental authority prototypes and these studies "have 
suggested that this questionnaire has considerable potential as a valuable tool in the 
investigation of correlates of parental permissiveness, authoritarianism, and 
authoritativeness" (Buri , 1991, p. 110). One study was conducted to examine the 
test-retest reliability of the PAQ. Students attending an introductory psychology 
class completed the PAQ early in the semester and then again 2 weeks later. "The 
testing sessions over the 2-week period yielded the following reliabilities (N = 61; 
mean age = 19.2 years): I = .81 for mother 's permissiveness, I = .86 for 
mother's authoritarianism, I = .78 for mother's authoritativeness" (Buri, 1991, p. 
114). 
The internal consistency reliability of the PAQ was established as an 
introductory psychology class, with 185 students, agreed to take the PAQ as part of 
their class requirement. Cronbach 's (1951) coefficient alpha values were calculated 
for each of the PAQ scales: .75 for mother's permissiveness, .85 for mother ' s 
authoritarianism, and .82 for mother's authoritativeness. "Both the test-retest 
reliability coefficients and the Cronbach alpha values are highly respectable, 
especially given the fact that there are only 10 items per scale " (Buri, 1991, p. 
114). In order to answer questions concerning the discriminant validity of the 
PAQ, 127 college students registered in an introductory psychology class completed 
the PAQ to see if divergent responses were given for the items used to measure the 
three parental proto type scales. The results indicate the responses of rhe 
participants support the hypothesized divergence in PAQ scores. "Mother's 
authoritarianism was inversely related to mother's permissiveness 
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(r = -.38) . .. [and] mother 's permissiveness was not significantly related to mother ' s 
authoritativeness (r = .07)" (Buri , 1991, p. 115). 
The studies discussed above indicate the PAQ has adequate estimates of 
reliability and validity , and is beneficial for assessing the authoritarianism, 
authoritativeness , and permissiveness in mothers. Because parental authority has 
been frequently cited as an important variable in parent-child interactions, "the 
potential of the PAQ as a research tool in the investigation of individual correlates 
of parental permissiveness , authoritarianism, and authoritativeness is noteworthy" 
(Buri , 1991 , p. 118). 
Hypotheses 
This study will examine children ' s expectations for maternal discipline and 
investigate how these expectations are related to reported parenting styles , testing 
the following null hypotheses: 
Ho 1: There will be no statistically significant difference between boys' and 
girls ' expectations for maternal child-rearing practices. 
Ho2: There will be no statistically significant differences among the types of 
maternal child -rearing expectations a child has for the discipline siruation presented 
in each of the six puppet vignenes. 
Ho3: There wi ll be no statis tica lly s ignificant difference between the 
reported child-rearing practices by mothers of boys and mothers of girls. 
Ho4: There will be no statistically significant differences among children's 
responses to prudent, moral, and social-conventional puppet vignettes. 
27 
HoS: There will be no statistically significant interaction between responses 






The Parental Authority Questionnaire yielded three scores for mothers: 
permissive, authoritarian, and authoritative. Table 3 shows the means and standard 
deviations for the three parental subscores on the PAQ. 
All of the mothers scored highest on the authoritative subscale, 52.5% of 
mothers scored second highest on authoritarian, followed by 42.5% on the 
permissive subscale. Five percent of mothers tied for second place on the 
authoritarian and permissive subscales (Appendix F). 
Table 3 















Based on pilot data , six categories were created for coding responses: 
positive commands, correctional commands, explanations/questions , removal of 
object, removal of child/consequence , and physical punishment. However, because 
of children 's response patterns, some categories were eliminated. Four responses 
were given for the moral vignettes hitting a friend and stealing money, as well as 
for the social-conventional vignette staying up past bedtime. Three responses were 
given for the prudent vignettes running across the street and lighting matches, as 
well as for the social-conventional vignette eating dinner with fingers . In both 
prudent and both moral vignettes , correctional commands were used most 
frequently (40 %). These were single- word commands and no redirection was 
given to the children. For instance , children used words such as "no" and "don't" 
instead of redirectional commands such as "don ' t run across the street, run away." 
Girls and boys used positive commands , which told the children what to do, as the 
second most frequent command for the street vignette. Other responses 
(explanations/questions) were used second most frequently by the children for the 
lighting matches vignette. Positive commands were used most frequently for the 
two social-conventional vignettes (35.4%). Tables 4-6 give the percentages of the 
chi ldren and their responses to each of the six puppet vignettes. 
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Table 4 
Children's Responses to Prudent Puppet Vignettes 
Explanations/ 
Vignette (gender) Positive Correctional questions 
Street (F) 30% 45% 25% 
Street (M) 35% 45 % 20% 
Matches (F) 10% 70% 20% 
Matches (M) 15% 55% 30% 
Table 5 
Children's Responses to Moral Puppet Vignettes 
Explanations/ Removal of 
Vignette (gender) Positive Correction questions object 
Hitting (F) 25% 40% 30% 5.0% 
Hitting (M) 25% 45% 20% 10% 
Stealing (F) 35% 40% 20% 5.0% 
Stealing (M) 30% 40% 20% 10% 
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Table 6 
Children 's Res12onses ro Social-Conventional Pu1212et Vignettes 
Explanations/ Physical 
Vignette (gender) Positive Correctional questions punishment 
Dinner (F) 65 % 20 % 15 % 0.0% 
Dinner (M) 45 % 30% 25% 0.0% 
Bedtime (F) 65% 20% 10% 5.0% 
Bedtime (M) 45 % 30 % 15 % 10% 
Tables 7-9 give the differences between boys' and girls' expectations for 
maternal child-rearing practices for the three types of vignettes (prudent, moral, 
social-conventional) . 
Table 7 
Children's Ex12ectations For Maternal Child Rearing Practices For Prudent 
Gender Pos itive Correctional Other 
Female 8 23 9 
Male 10 20 10 
Nme. X' (2, ~ = .tO) = .48, .12 > .05 
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Table 8 






























Responses to the moral puppet vignettes fell into four categories . 
Correctional commands, which were categorized as one word commands that did 
not give the child direction, were used the most by both girls and boys for the 
hitting and stea ling vignenes. Girls chose other responses (explanations/questions) 
as the second highest option for the hitting vignette, and boys se lected positive 
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commands, which told them what to do , as the second highest command. Both boys 
and girls used positive commands as the second most frequent response for the 
stealing vignette. 
Positive commands were selected the majority of the time by both boys and 
girls, followed by correctional commands for the social-conventional vignettes. 
Children used positive commands like "use a fork" in response to the eating dinner 
with fingers vignette, and "stay in bed and go to sleep" for the bedtime vignette. 
The most frequently used correctional command for the social-conventional 
vignettes was "no." 
Three types of data were considered in the analyses: children's gender, the 
three maternal Parental Authority Questionnaire subscale (permissive, authoritarian, 
authoritative) scores (Buri, 1991 ), and children 's responses to the puppet vignettes. 
As discussed earlier, children's responses fell into three categories for all six 
vignettes. 
Null Hypothesis 1 was that there would be no statistically significant 
differences between boys ' and girls ' expectations for maternal child-rearing 
practices in each of the six vignettes. A separate chi-square analysis (three total) 
comparing boys and girls responses to each puppet vignette category was computed 
(See tables 7-9). No statistically significant differences between boys and girls 
emerged for any of the six vignettes. 
Null Hypothesis 2 was that there would be no statistically signi fi cant 
differences between the types of maternal child-rearing expectations a chi ld had for 
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each of the six puppet vignettes. Null Hypothesis 3 was that there would be no 
statistically significant differences between mothers of boys' and mothers of girls' 
PAQ scores. These hypotheses were tested by ANOVAs (chi ld 's gender (2) X 
child 's response to puppet vignette [3 or 4]) for each maternal PAQ subscale 
(permissive , authoritarian, authoritative), for each puppet vignette. This resulted in 
a total of 18 ANOVAs (three subscale scores X six puppet vignettes) (Appendix 
G). 
In testing Null Hypothesis 2, the results revealed only one statistically 
significant difference. In the lighting matches puppet vignette, there was a 
statistically significant relationship between mothers' scores on the authoritative 
subscale and children's responses to the vignette, .f(2,34) = 5.09, .P = .01 (See 
table 16 in appendix). In examining the data , it is apparent that mothers who scored 
higher on the authoritative subscale were more likely to have children who gave the 
#2 (negative command, M = 42.45) response than the #1 (positive command, M = 
39.83) or #3 (explanations/questions, M = 38.88) responses. No other statistically 
significant differences emerged . 
For Null Hypothesis 3, only one statistically significant difference emerged 
between mothers of boys' and mothers of girls' PAQ scores. The adjusted mean 
score on the authoritarian subscale for the bedtime vignette was significantly higher 
for mothers of boys (M = 25.79) than for mothers of girls (M = 20.49), _f(1,32) 
= 5.14 , 12 = .03 (See table 27 in appendix). 
Null Hypothesis 4 was that there would be no statistically significant 
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difference between children's responses to prudent , moral, and social-conventional 
puppet vignettes. The number of responses for the last categories in the hitting , 
stealing, and bedtime vignettes was very small; therefore, the final two responses in 
these vignettes were combined to form a third category, other. A chi-square 
analysis was computed comparing children's responses to prudent, moral , and 
social-conventional vignettes (See table 10). In testing Null Hypothesis 4, a 
statistically significant difference emerged between children's responses (positive, 
correctional, other) to prudent , moral , and social-conventional puppet vignettes, x2 
(4, N == 40) == 23.40 , ll == .0001. Table 10 shows the ct-.iJdren 's responses to 
prudent, moral, and social-conventional vignettes. 
Null Hypothesis 5 was that there would be no statistically significant 
interaction between responses to puppet vignettes and gender of the child on the 
PAQ scores (See tables 11-28 in appendix). There were no significant interactions . 
Table 10 


















SUMMARY AND DISCUSSION 
Previous research has examined parenting issues, child-rearing practices, 
and children's understanding of discipline . However, little research has 
investigated children's expectations for parental discipline. Therefore, this study 
used role-enactment with puppets to examine children's expectations for maternal 
discipline. 
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Based on children's responses , parents were expected to display authoritative 
characteristics. Of 240 total responses given by the children, only 3 responses 
described physical punishment. Moreover, all mothers scored highest on the 
authoritative subscale based on their responses to the PAQ (Buri, 1991). 
For two of the types of vignettes, prudent and moral , correctional commands 
(one word commands such as "No" and "Don't") were used the most by both boys 
and girls followed by instructional commands (telling the child what to do such as 
"Don't hit any friends" and "Use a fork"). The finding that correctional commands 
were used most by children of mothers who categorize themselves as being 
authoritative is interesting. Traditionally, authoritative parents would not typically 
be expected to give correctional commands without also giving an explanation. 
Dornbusch et al. (1987) found that authoritative parents were more likely to use 
positive incenti ves and less like ly to respond negative ly to their children. However , 
the second highest response, instructional commands, is more consistent with what 
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the literature would pred ict for authoritative parents . With the social-conventional 
vignettes , pos itive commands were used the most. 
A 2 (gender: male , female) X 3 or 4 (chi ld's response to puppet vignette) 
analysis of variance for each PAQ subscale (permissive, authoritarian, authoritative) 
showed a statistically significant relationship between mothers' scores on the 
authoritative subscale and children 's responses to the lighting matches puppet 
vignette. Mothers who scored highest on the authoritative subscale had children 
who were more likely to give correctional responses for this vignette. This finding 
is consistent with what would be expected of children with authoritative mothers. 
Dornbusch et al. (1987) have determined that authoritative mothers expect mature 
behavior of their children and se t clear standards , which may explain why this 
statistically significam finding emerged in the lighting matches vignette. 
Authoritative mothers use positive strateg ies and rational guidance, and their 
children tended to be more respons ible (Kochanska, 1990). The children's 
responses showed marurity and they unders tood the danger associated with matches . 
In comrast, there were no significant relationships between the remaining puppet 
vignettes and mothers' scores on the PAQ. 
In addition, there was only one statistically significant difference between 
the PAQ scores of mothers of boys and mothers of girl s. For the bedtime vignette 
there was a significant re lationship for mothers' adjusted authoritarian scores and 
boys' responses. Once again, research has shown that authoritarian mothers are 
demanding and controlling, and emphasize obedience , and boys' expectations of 
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authoritarian mothers fit the characteristics mentioned above in their interpretations 
for the bedtime vignette. The boys clearly understood that their mothers expected 
them to stay in bed by their responses, such as "No, stay in bed and go to sleep" 
given for the bedtime vignette. 
Finally, it is interesting that for the prudent and moral vignettes , correctional 
responses were the most common, yet for the social-conventional vignettes, positive 
responses were the most common. A chi-square analysis revealed a statistically 
significant difference between children's responses to prudent, moral , and social-
conventional vignettes. Research has shown that children reason that moral acts are 
wrong because they affect others' welfare and social-conventional acts are wrong 
because they cause disorder (Smetana, 1985). Moreover, Smetana eta!. (1993) 
have shown that preschool children judge moral transgressions as more serious and 
more deserving of punishment than social-conventional transgressions, and this was 
consistent with the current findings. For both prudent and both moral vignettes, 
children used correctional responses most and this is more of an authoritarian 
response. In comparison, for both social-conventional vignettes, children used 
positive responses most, which is more of an authoritative response. Notably, of 
240 total responses given by the children, only three responses described physical 
punishment. 
Previous research by Rodrigo and Triana (1996) stated that two related 
functions of child-rearing beliefs are the interpret ive and the pragmatic. This study 
extends the literature because it gives preschool chi ldren the opportunity to examine 
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their mother's child-rearing beliefs and interpret them by role playing with puppets. 
Killen et al. (1994) demonstrated preschool children's ability to evaluate moral and 
social-conventional transgressions by listening to vignettes , looking at pictures, and 
giving a verbal response. This study is unique because rather than responding to 
the vignettes as they would react , the children are responding as they think their 




This study examined three types of maternal discipline (permissive, 
authoritative, and authoritarian) for six different disciplinary situations. Puppet 
vignettes were employed to investigate whether children's expectations for maternal 
discipline were related to mothers' scores on the authoritarian, permissive, and 
authoritative subscales of the Parental Authority Questionnaire (Buri , 1991). 
Numerous analyses were conducted with these data and one would expect some 
findings to be significant by chance; therefore, the few significant findings should 
be interpreted with caution. 
Different responses for the prudent , moral, and social-conventional vignettes 
were given by the children. For the two prudent vignettes, three responses were 
used: positive, correctional, and explanations/questions. Four responses were given 
for the two moral vignettes : positive , correctional, explanations/questions , and 
removal of object. For the first social-conventional vignette, three responses were 
given: positive, correctional, and explanations/questions. Four responses were 
given for the last social-conventional vignette: positive, correctional , 
explanations/questions, and physical punishment. 
Five hypotheses were tested . The first tested boys' and girls ' expectations 
for maternal child-rearing prac tices in each of the six vignettes. No gender 
di fferences were found. Second , di ffe rences between the types of maternal child-
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rearing expectations a child had for each of the six puppet vignettes were examined. 
The findings showed a significant relationship between children's responses to the 
lighting matches vignette and mothers ' scores on the authoritative subscale. 
Second, the interaction between PAQ scores for mothers of boys and mothers of 
girls was tested. The only statistically significant finding was mothers of boys had 
significantly higher scores on the authoritarian subscale for the bedtime vignette. 
Next, children 's responses to prudent , moral , and social-conventional puppet 
vignettes were examined. A statistically significant difference emerged in the 
children's responses for each type of vignette. Correctional commands were used 
most frequently for the prudent and moral vignettes, and positive commands were 
used most frequently for the social-conventional vignettes. 
These findings are consistent with the literature suggesting that children 
respond differently to moral vignettes and social-conventional vignettes. Killen et 
at. (1994) found that children chose punishment for responses to misbehavior and 
wanted an explanation to what made the acts wrong for moral and social-
conventional vignettes. Although responses using punishment were used for the 
social-conventional vignettes in research conducted by Killen et al. (1994) , only 5% 
of the total responses given by the children in this study for the social-conventional 
vignettes used punishment. Lastly, the interaction between responses to puppet 
vignettes and gender of the child on the PAQ scores was tested. No interactions 
were found. 
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This study has some limitations . These include small sample size, 
homogeneity of the families with regard to socioeconomic status and reported 
parenting style, choice of school , and factors that may have influenced children's 
responses to the puppet vignettes such as the room, the relationship with the 
interviewer, and the time of day. Moreover , some of the children may have been 
uncomfortable with the puppet enactment and thus gave simple one-word responses 
instead of lengthy ones. In addition , mothers may have answered the Parental 
Authority Questionnaire with responses that would make them look like "good" 
parents according to the characteristics described for each parental subscale. Some 
parents may have elected not to participate in this particular study because they 
were afraid of the responses their child might give . 
Research in the future could investigate children's expectations of maternal 
as well as paternal disc ipline, and could use other kinds of puppet vignettes or role-
enactment procedures. Moreover , a larger sample size, and a more heterogeneous 
sample with regard to SES and child care status would allow greater generalizability 
of the findings. Employing these changes may provide researchers with more 
insight as to how preschool-age children perceive parental discipline. 
The findings of this study are of interest because the results show that 
preschool children are ab le to listen to a puppet vignette and enact the discipline 
techniques they wou ld expect their mother to use in a particular sett ing. The results 
of thi s study will hopefully help researchers and practitioners better understand 
presc hool children 's expectations for parental disc ipline. Professionals can use this 
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information when working with parents and children to help strengthen 
communication skills. Parents might choose their discipline techniques with more 
caution if they knew their children were able to recognize the message parents are 
sending and then repeat the same kind of discipline. 
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OE PART,\ IENT OF FA ~1 1 LY AND HUMAN DEVELOP/I. IEN T 
College of FJmdy L1ie 
logan, Ut.1h 84122·2905 
Dear Parents 
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I am currently a M.S. candidate in the Department of Fam ily and Human 
Development at Utah State University. For my thesis, I am conductmg a research 
project which looks as children's perceptions ofparentai discipline. Preschool children 
and their mothers will be invited to participate. 
In this study, 40 children, 20 boys and 20 girls will be videotaped as they spend 
te n minutes using puppets to ro le play six different scenarios. Specifically, the children 
will put on a mother puppet and describe how their mother would demonstrate her 
child-rearing practices for a spec ific incident. Then, the mothers of these preschool 
children will take five minutes to complete the Parental Authority Questionnaire. In 
our experience, chi ldren enjoy the opportunity to role play with puppets, and this is 
designed to be a fun, game-like experience. 
All information gathered in this research study will be kept confidential , in a 
locked room, with the research coordinator being the only individual with access to the 
information. Videotapes will be destroyed as soon as the data is collected. The puppet 
sessions as well as each parental questionnai re will be assigned a code number, so no 
names will be used in reporting the data gathered. Information related to you will be 
treated in strict confidence to the extent provided by law. If at any time you wish to 
withdraw or your child wishes to withdraw from the study, you are free to do so without 
any prejudice or penalty 
If you are willing to allow yourself and your child to participate in this study, 
please sign the informed consent attached and return it to the school by May 17, 1996 
If I can provide you with further information about this study, or answer any questions 
you might have, please call me at 797-1525 (days) or 797-6771 (evenings), or call my 
advi sor Dr. Shelley Lindauer at 797-1532 (days). 
Sincerely, 
Angie G. Graham 
M.S. Student 
Department of Famil y and Human Development 
Appendix B 
Parental Consent Form 
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Parent Consent Form 
I give permission for myself _______ , and my 
child,, _____ _ 
to participate in this study involving children playing with puppets and mothers 
filling out a questionnaire to measure perceptions of parental discipline. I 
understand that my child will be videotaped while using puppets to role play six 
scenarios. The recorded samples will then be assigned a code number. No names 
will be used in reporting the data to insure confidentiality. After the research is 
completed, all data will be destroyed. I also understand that I may withdraw myself 
or my child or my child may withdraw from the study at any time without penalty. 
If you have any questions regarding this study please call me at 797-1525 (days) or 
797-6771 (evenings) , or call my advisor Dr. Shelley Lindauer at 797-1532 (days) . 
Signed: Mother: _ _____ _ Date: ____ _ 





Parental Authority Questionnaire 
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For each of the following statements, please circle the number on the 5-point scale that best indicates how 
that statement applies to you and your approach to parenting. Try to read and think about each statement 
as it pertains to the way you parent your children right now. Your responses are totally anonymous. There 
are no right or wrong answers, so please be as honest and accurate as you can. Also, try not to spend a lot 
of time on any one item--! am simply looking for your overall impression regarding each statement. 
Strongly Disagree Undecided Agree Strongly 
Disagree Agree 
I. I feel that in a well-run home the children should have their way in the I. I 2 3 4 5 
family as often as the parents do. 
2. As my children are growing up, even if they don't agree with me, I feel I 2 3 4 5 
that it is for their own good if they are forced to conform to what I think 
is right 
3. Whenever I tell my children to do something, I expect them to do it I 2 3 4 5 
immediately without asking any questions. 
4 . Once a family policy has been established, I discuss the reasoning 4 . I 2 3 4 5 
behind the policy with the children in the family. 
5. I always encourage verbal give-and-take whenever one of my children I 2 3 4 5 
feels that fannily rules and restrictions are unreasonable. 
6. I always feel that what children need is to be tree to make up their own 6 . I 2 3 4 5 
minds and to do what they want to do, even if this does not agree with what 
their parents might want. 
7. l do not allow my children to question any decisions that I make 7_ 4 
I direct my children 's activities and decisions through reasoning and discipline. 8_ 4 
9. I always feel that more force should be used by parents in order to get their 9_ 
children to behave the way they are supposed to. 
10_ I do not feel that my children need to obey rules and regulations of behavior IO_ 1 2 3 4 5 
simply because someone in authority had established them. 
II. My children know what I expect of them in the family but they also feel free 1L I 2 3 4 5 
to discuss these expectations with me when they feel that they are 
unreasonable. 
12. I feel that wise parents should teach their children early just who is boss in 12. 1 2 3 4 5 
the family_ 
13 I seldom give my children expectations and guidelines for their behavior. 13 _ 4 
14. Most of the time I do what the children want when making family decisions 14_ 2 3 
15. I consistently give my children direction and guidance in rational and 15. 2 3 4 
objective ways. 
16_ I get very upset if any of my children try to disagree with me. 16 1 2 3 4 5 
56 
17. I feel that most problems in society would be solved if parents would not 17. I 2 3 4 
restrict their children's activities, decisions, and desires 
18 I let my children know what behaviors I expect of them, and if they don't 18. I 2 3 4 5 
meet those ·expectations, I punish them. 
19. I allow my children to decide most things for themselves without a lot of 19. I 2 3 4 5 
direction from me 
20 I take my children's opinions into consideration when making family 20. I 2 3 4 5 
decisions, but I would not decide for something simply because the 
children wanted it. 
21. I do not view myself as responsible for directing and guiding the 21. I 2 3 4 5 
beha-ior of my children. 
22. I have clear standards of behavior for the children in our home, but 22. I 2 3 4 5 
I am willing to adjust those standards to the needs of each of the 
individual children in the family. 
23. I give direction for my children's behavior and activities and I 23 . I 2 3 4 5 
expect them to follow my direction, but I will always be willing to 
li sten to their concerns and to discuss that direction with them. 
24 I allow my children to form their own point of view on family matters 24. I 2 3 4 5 
and I generally allow them to decide for themselves what they are going 
to do. 
25 . I have always felt that most problems in society would be solved if we 25 I 2 3 4 5 
could get parents to strictly and forcibly deal with their children when 
they don't do what they are supposed to. 
26. I often tell my children exactly what I want them to do and how I 26. I 2 3 4 5 
expect them to do it. 
27. I give my children clear directions for their behaviors and activities, 27. I 2 3 4 5 
but I am also understanding when they disagree with me. 
28. I do not direct my children's behaviors, activities, and desires 28. 4 
29 My children know what I expect of them in the family and I insist that 29. 4 
they conform to these expectations simply out of respect for my authority 
30 If I make a decision in the family that hurt one of the children, I am willing 30. I 2 3 4 5 





1. Running across the street 
Puppet Vignettes 
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--:-:--::--saw his/her friend across the street with a new puppy. 's friend 
said, "come see my new puppy." ran across the street alone and was 
almost hit by a car. If you were 'smother, use the puppet to show me 
what you would say and do to if he/she ran across the street alone and was 
almost hit by a car. 
2. Lighting matches 
,-,-,-,---was playing and found some matches. He/she started striking and 
lighting the matches that could have started the house on fire. If you were 
____ 's mother , use the puppet to show me what you would say and do to 
____ if he/she started lighting matches. 
MORAL TRANSGRESSIONS 
1. Hitting a friend 
-~--wanted a toy so he/she hit his/her friend and then took the toy. That 
made the friend cry. If you were 'smother, use the puppet to show me 
what you would say and do to if he/she hit a friend and took the toy. 
2 . Stealing money 
____ was playing and saw someone"s purse lying on the shelf.---:--
opened the purse and took some money and put it in his/her pocket , even though the 
money wasn't ____ . If you were 's mother, use the puppet to show 
me what you would say and do to if he/she took money that was not 
his/hers. 
SOCIAL-CONVENTIONAL TRANSGRESSIONS 
1. Eating dinner with fingers 
During dinner time ____ sat down and started eating spaghetti with his/her 
fingers instead of using silverware. If you were 'smother, use the puppet 
to show me what you would say and to do if he/she started eating 
spaghetti with his/her fingers. 
2. Staying up past bedtime 
____ kept getting out of bed when he/she knew it was bedtime and his/her 
mother had told him/her to stay in bed. If you were 'smother, use the 
puppet to show me what you would say and do to if he/she kept getting 
out of bed. 
*The blanks are filled with the child 's name. 
Appendix E 
Video Coding by Judges 
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1. E ric, don' t go over 
there . 
2. I would take it 
away. 
3. Take the toy and 
give it back to the 
friend. 
4. I would come and 
take the money away, 
a nd put it back in the 
purse and then I would 
g ive and try and fmd 
the person that owned 
it. 
5. Tell him not to 
play with his hands 
like he was . 
6. I would quickly 
come upstairs and tell 
him not to go. 
003 
1. I wouldn' t let her. 
2. Don't (taking them 
away). 
3 . Take it , g ive it 
back (grabbing roy). 
4. No (taking it 
away). 
5. No. eat with 
silverware. 
6. No. stay in bed and 
go to sleep. 
004 
1. Don ' t run across 
the street, run away. 
2. No. 




6. No, no , no . 
005 
1. His mom say 
doggy hit the car , he 's 
going to get hit by a 
car. 
2 . Matches can hurt 
ya. 
3. Take the toy away 
from me . 
4. Take the money 
that was not his. 
5. Get messy all over 




I . No , no. 
2. No. 
3. No . 
4. No. 
5 . No (firmly). 
6. No (firmly). 
007 
1. Don't go across the 
street. 
2 . Don't play with 
matches. 
3. Don' t hit. 
4. Need to ask. 
5. Ear it with a fork. 




2. Run out. 
3. Share them. 
4. Go to your room. 
5. Get a fork. 
6. Spank her. 
009 
I. Look and listen. 
2. You're not old 
enough. 
3. She'll fmd another 
toy. 
4. Give it back. 
5. Use a fo rk . 
6. Go to the 
bathroom. 
010 
1. Don' t do that, you 
were almost hit by a 
car. 
2 . No , no those are 
bad for you . 
3. If somebody else 
had the toy , then you 
let them have the toy 
that they had. 
4 . No, no you're not 
supposed to do that. 
5. No, no use the 
silverware and wash 
your hands in 
bathroom. 











1. Eric, don 't go over 
there. 
2. I would take it 
away. 
3. I would take the 
toy away and give it 
back to the friend . 
4. I would come and 
take the money I 
would take the money 
away and put it back in 
the purse and then I 
would give and try and 
find the person that 
owned it. 
5. I would say just 
come and tell him not 
to play with his hands 
like he was. 
6. I wou ld quickly 
come upstairs an tell 
him not to go. 
003 
1. I wouldn ' t let her. 
2 . Don ' t (taking 
away). 
3 . Take it , give it 
back (grabbing toy). 
4. No (takes away) 
5. Noeatwith 
si lverware. 
6 . No stay in bed and 
go to sleep. 
004 
1 . Don't run across 
street, run away. 
2. No. 




6. No, no, no. 
005 
1. His mom say 
doggy hit the car , he 's 
going to get hit by a 
car. 
2. Matches can hurt 
ya. 
3. Take the toy away 
from me. 
4. Take the money 
that was not his. 
5. Get all messy all 
over his that get messy 
all over the room. 
6. No. 
006 







1. Don 't go across the 
street. 
2. Don't play with 
matches. 
3. Don't hit. 
4 . Need to ask. 
5. Eat it with a fork. 




2. Run out. 
3. Share them. 
4. Go to your room. 
5. Get a fork. 
6. Spank her. 
009 
1. Look and listen. 
2. You 're not old 
enough. 
3. She ' ll find another 
toy . 
4. Give it back. 
5. Use a fork. 
6. Go to the 
bathroom . 
010 
1. Don 't do that you 
were almost hit by a 
car. 
2. No, no those are 
bad for you. 
3. If somebody else 
had the toy then you 
let them have the toy 
that they had . 
4. No , no you're not 
supposed to do that. 
5. No, no use the 
silverware and wash 
your hands in the 
bathroom. 
6. Would you not do 
that please-I would just 
keep on saying that. 
Appendix F 
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Mothers Three Scores on the PAQ 
Age (Years) Permissive Authoritarian Authoritative 
24 25 23 38 
30 24 19 39 
31 18 30 36 
31 18 24 44 
24 23 23 42 
26 16 13 45 
48 21 19 39 
28 21 17 40 
24 30 25 39 
26 21 32 33 
43 30 20 40 
33 28 29 35 
45 25 27 41 
28 21 27 49 
27 24 16 39 
30 26 19 39 
26 20 33 42 
28 27 23 42 
(Table continues) 
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Age (Years) Permissive Authoritarian Authoritative 
32 20 32 40 
26 17 28 42 
37 19 26 45 
26 23 26 43 
35 19 30 43 
27 21 13 44 
29 26 17 45 
30 27 30 44 
42 17 20 34 
34 23 34 41 
32 22 24 41 
30 27 21 40 
38 21 25 36 
30 22 22 40 
44 20 27 44 
25 21 19 50 
29 34 21 43 
40 17 15 45 























Analysis of Variance for Permiss ive Subscore and Running Across the Street 
Vignette 
Source Qf ss MS E E 
Street 2 18.60 9.30 .54 .59 
Gender 2 .91 2.91 .17 .68 
Street/Gen. 2 44.72 22 .36 1.29 .28 
Error 33 572 .16 17.34 
Total 38 631.74 
Table 12 
Analysis of Variance for Authoritarian Subscore and Running Across the Street 
Vignette 
Source Qf ss MS E £ 
Street 2 38.88 19.44 .55 .58 
Gender 10.14 10.14 .29 .59 
Street/Gen. 2 5.65 2.82 .08 .92 
Error 33 1165.21 35.31 




Anal):'sis of Variance for Authoritative Subscore and Running Across the Street 
Vignette 
Source ill ss MS .E E 
Street 2 2.75 1.37 .10 .90 
Gender 1.56 1.56 .11 .73 
Street/Gen. 2 7.80 3.90 .28 .75 
Error 33 454.71 13.78 
Total 38 467.74 
Table 14 
Anal):'sis of Variance for Permissive Subscore and Lighting Matches Vianette 
Source Q.f ss MS .E E 
Matches 2 7.87 3.94 .23 .79 
Gender .77 .77 .05 .83 
Matches/Gen. 2 46.13 23.07 1.35 .27 
Error 34 581.23 17.09 
Total 39 632 .00 
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Table 15 
Analysis of Variance for Authoritarian Subscore and Lighting Matches Vi<>nette 
Source Qf ss MS E r 
Matches 2 58.03 29 .02 .87 .42 
Gender 6.69 6 .69 .20 .65 
Matches/Gen. 2 18.82 9.41 .28 .75 
Error 34 1134.08 33.36 
Total 39 1228.40 
Table 16 
Analys is of Variance for Authoritative Subscore and Lightin<Y Matches Vi!mette 
Source Qf ss MS E r 
Matches 2 99.15 49.57 5.09 .01 
Gender 1.84 1.84 .19 .66 
Matches/Gen. 2 34.75 17.37 1.78 .1 8 
Error 34 331.41 9.74 
Total 39 469.10 
Table 17 






















Analysis of Variance for Authoritarian Subscore and Hitting a Friend Vignette 
Source Qf ss MS :E 
Hitting 180.89 60.30 2.13 
Gender .03 .03 .00 
Hitting/Gen. 116.23 38.74 1.37 
Error 32 907.45 28.36 
































Analysis of Variance for Permiss ive Subscore and Stealing Money Vi1mette 
Source ill ss MS f 
Stealing 107.20 35.73 2.24 
Gender 1.60 1.60 .10 
Stealing/Gen. 14.66 4 .89 .31 
Error 32 509 .69 15 .93 












Analysis of Variance for Authoritarian Subscore and Stealing Money Vignette 
Source Qf ss MS .E .E 
Stealing 97.05 32.35 .99 .41 
Gender 1.27 1.27 .04 .84 
Stealing/Gen. 58.64 19.55 .60 .62 
Error 32 1050.34 32.82 
Total 39 1228.40 
Table 22 
Analysis of Variance for Authoritative Subscore and Stealing Money Vignette 
Source Qf ss MS .E .E 
Stealing 11.62 3.87 .30 .82 
Gender .07 .07 .01 .94 
Stealing/Gen. 37.50 12.50 .95 .42 
Error 32 419.64 13.11 
Total 39 469.10 
Table 23 











































MS .E .E 
4.24 .12 .88 
8.74 .25 .62 




Analysis of Variance for Authoritative Subscore and Eatinll with Fingers Vignette 
Source ss MS .E 
Eating 2 31.64 15.82 1.27 
Gender 1.91 1.91 .15 
Eating/Gen. 2 11.90 5 .95 .48 
Error 34 425.16 12.50 
Total 39 469.10 
Table 26 
Analvsis of Variance for Permissive Subscore and Staying Up Past Bedtime 
Vignette 
Source Qf ss MS .E 
Bedtime 3 8.10 2.70 .14 
Gender 3.15 3.15 .16 
Bedtime/Gen. 3.83 1.28 .07 
Error 32 619.58 19.36 










Analysis of Variance for Authoritarian Subscore and Staving Up Past Bedtime 
Vignette 
Source gf ss MS .E 
Bedtime 17.49 5 .83 .20 
Gender 153.32 153.32 5.14 
Bedtime/Gen. 221.96 73.99 2.48 
Error 32 954.52 29.83 
Total 39 1228.40 
Table 28 
Analvsis of Variance for Authoritative Subscore and Stayincr Up Past Bedtime 
Vignette 
Source gf ss MS ..E 
Bedtime 4.47 1.49 .11 
Gender .01 .01 .00 
Bedtime/Gen. 18.90 6.30 .45 
Error 32 445.07 13.91 
Total 39 469.10 
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